T he decision to become an occupational therapy faculty member can be made at any time in one's occupational therapy care e r. Some may envision t h e m s e l ves as a future faculty member during their ow n schooling; others may perc e i ve the faculty role as a natural extension of the teaching-learning process of being a clinician because the instructional process is fundamental to the d e l i ve ry of occupational therapy services. Practitioners who h a ve experienced the rew a rds of providing fieldwork i n s t ruction may perc e i ve the faculty role as an opport u n i t y to more directly engage in the professional development of f u t u re practitioners. Practitioners may consider a faculty position after their experiences as a guest lecture r. So m e may view the faculty role as one that supports reflection on practice, granting the opportunity to engage in re s e a rc h that expands knowledge of clinical practice. The flexibility and re q u i red self-determination of an academic schedule may be viewed positively in light of other professional goals or family responsibilities. All career aspects are potential reasons for considering the faculty role in occupational t h e r a p y.
Four important pre s s u res are currently creating re n ewe d i n t e rest in the faculty role among occupational therapy practitioners: (a) the rapid expansion of the number of a c a d e mic programs needing faculty members, (b) the re o r g a n i z ation of health care systems, (c) the reduction of cre a t i ve practice to re p e t i t i ve daily routines, and (d) eve r -i n c re a s i n g physical demands in service delive ry. The pro l i feration of educational programs has meant that faculty opport u n i t i e s a re a vailable in a wider number of locations, making them m o re accessible for employment by negating the need to m ove great distances. The reorganization of health care systems has primarily focused on eliminating middle management positions that are frequently filled by master clinicians, advanced practitioners, or managers. Returning to a staff therapist position may not be compatible with a p r a c t i t i o n e r's professional development, interests, or physical conditioning. Diagnostic groups, pro d uct lines, and critical pathways have replaced individualized interve n t i o n s with standard protocols. Productivity standards have reduced the amount of positive re g a rd by managers for therapeutic use of self and development of patient-therapist interpersonal relationships. Many experienced practitioners a re aware of the intense change in focus on outcomes ve rsus therapeutic relationships and are seeking enviro n m e n t s that are more congruent with their professional va l u e s .
The academic environment is unique and invigorating, but ve ry few occupational therapy practitioners re c e i ve explicit preparation for the faculty role. Deciding to become a faculty member in an occupational therapy education program should be the result of understanding role e x p e c t ations and reflecting on the nuances specific to the academy.
Occupational therapy education provides specific training in clinical management roles but not in faculty ro l e s ( Prendergast, David, & Leonard, 1991) . Few occupational therapy practitioners have prior knowledge about the faculty member's role beyond observation of their own teachers in the classroom. Although these personal experiences may p rovide generic information re g a rding instructional methods, they do not provide a practitioner with an understanding of the faculty role in areas such as curriculum design, educational theory, or compre h e n s i ve faculty expectations. For many practitioners who have become educators, learning to be a faculty member has invo l ved trial and erro r, s e re n d i p i t y, and, unfort u n a t e l y, hard lessons accrued thro u g h c r i s e s .
The following recollections from different persons illustrate the experience of being a novice faculty member. Case 1:
I recall my first day on faculty. I had been hired on a temporary 1-year contract the month before classes started as they could not fill a faculty position after a national search for a doctorally trained practitioner. I thought it would be a great opportunity to try the faculty role for 1 year with no further commitments. I had 1 week until my first class. I sat with the course outline in front of me. I had the first class session planned, orientation to the course, and the final session, the final examination. I had no idea what to do with all the sessions in between! I remember feeling panicked and nearly calling back my boss from the clinical position I had just left to see if I could return immediately.
Case 2:
I thought, "Wow! I only have to be in the classroom teaching 17 hours a week; I'll have lots of free time!" I had just left a clinical position where I had to treat patients 38 to 45 hours a week! This was going to be a b re eze! I thought I knew a lot about OT [occupational therapy] practice as I was a generalist, which would be invaluable in the classroom. It was but I had no idea of the preparation time needed for a class, especially ones with lab activities, [and] the time re q u i red for out-of-class activities such as grading and student communication was i n c re d i b l e . While I had more control over how I scheduled my work, weekly work hours we re not reduced. I felt competent as a therapist; I expected this competence would carry over with me into the classroom, but I had no idea what really was re q u i red of a teacher in our college. Preparing a guest lecture or presenting an in-service or workshop is ve ry differe n t than preparing and delivering daily instruction in the classro o m .
Case 3:
Rank, tenure, and promotion, I had heard about but I never realized what these really were until joining a faculty. Now I understand why I would get the weird answers from my faculty when I returned from vacations and semester breaks and asked them what fun things they did while we [students] were off.
Case 4:
My first faculty meetings were intriguing but frustrating. I listened to the faculty discuss topics at length and mull over a variety of alternatives to problems. They reflected on issues regarding possible outcomes but, more importantly, openly debated differing viewpoints. Few decisions were reached without intense discussion. This was not the clinical world where the opposite is now expected-do, do, do with little time to think or question. Now I realize that the value of this extensive reflection by faculty actually digs deep into the "whys and hows" of clinical practice. The change in pace is startling to the new teacher but is refreshing as you have opportunity to learn different ways of thinking and consider what is being written about practice from a variety of perspectives. Now I better appreciate the richness of our profession, past, present, and future.
Similarities Between Clinician and Educator Roles
Similarities between providing occupational therapy services and educating occupational students are outlined in Appendix A. Teaching and providing therapy are both forms of occupational therapy service delive ry. If a person has served as a fieldwork educator, that experience facilitates the transition to the faculty role. In these comparisons, the recipient of services is either a student or patient. With similarities between practice and education, new faculty members can use their clinical experience as a foundation for education re s p o n s i b i l i t i e s .
Differentiating Therapeutic and Faculty Responsibilities
Despite the similarities between clinical and educator activities, "doing therapy" and "teaching therapy" are not synonymous activities. New faculty members must view students not as clients but as active, responsible, essentially self-m o t ivated learners who (a) need to demonstrate a specific leve l of professional and technical competence for practice, (b) are re f l e c t i ve and interested in doing clinical reasoning and p roblem solving, (c) are two-way communicators, and (d) a re committed to becoming quality occupational therapy p r a c t i t i o n e r s .
Faculty members advise students as a teacher in the c l a s s room and, fre q u e n t l y, as an academic adviser to individual students. Although the adviser role encompasses helping a student achieve academic goals and develop into a "p rofessional," being a student's therapist or counselor is not the role of the academic adviser. The new faculty member must be attentive to this fact and avoid doing therapy with students because engaging in this process creates ro l e confusion between the student and faculty member. Ins t e a d , these students must be re f e r red to campus re s o u rces for e x t e n s i ve help or therapy with personal pro b l e m s .
Facilitating Success as a Novice Educator
A positive transition from clinician to academic practitioner re q u i res information and direct support. In t ro d u c t o ry information re g a rding teaching and the faculty role and mentoring or co-teaching with an experienced educator can d e c rease the novice teacher's anxiety and promote successful completion of novice faculty activities. A positive transition from clinician to academic practitioner re q u i re s information and direct support. Some encouraging re p o rt s of help with the novice year of teaching in occupational therapy have included the follow i n g : Case 1:
My first year, I was mentored by an experienced faculty member in all my classes. He let me use his class notebooks as a reference and provided feedback on my lectures and exams during preparation, delivery, and afterwards.
My department was large and so several novice teachers started each ye a r. The department had purchased the Allied Health Faculty De ve l o p m e n t series of workbooks from Medical College of Georgia, and we used these to develop fundamental skills in doing regular new faculty work sessions. In addition, a portion of eve ry faculty meeting was set aside to d i s c u s s i n s t ructional or re s e a rch strategies. I was able to listen to comments fro m OT educators from va rying backgrounds and time in this ro l e .
Case 3:
Our university has a wonderful two-day new faculty orientation meeting. They gave us materials re v i ewing the tenure re q u i rements and process as well as nitty-gritty details, such as computerized test scoring res o u rces and training on accessing the library from our office computer. This was followed by monthly support lunches to share our faculty activities with a re c o g n i zed experienced faculty member. This started my netw o rks with other campus departments. Then eve ry mid-winter bre a k , the university sponsored a three-day faculty development symposium to s u p p o rt our teaching and re s e a rch activities, including balancing academic and personal life responsibilities. These events we re ve ry helpful to me as a new teacher.
Case 4:
My program chair made sure that I attended the faculty deve l o p m e n t w o rkshops sponsored by the American Occupational Therapy Fo u ndation several months before I began teaching. These we re ve ry helpful as I was guided through planning my first class and established a netw o rk with other new educators. My workshop peers and I still get together eve ry year at conference and share experiences re g a rding being a faculty member.
Major Educator Responsibilities
The scope of faculty responsibilities varies, depending on the academic context and the conditions for appointment. The faculty performance expectations should be clarified and re v i ewed for "best fit" between responsibilities in a specific academic setting and personal interests. For example, faculty members of community colleges frequently carry heavy teaching loads but have limited re s e a rch re s p o n s i b i lities. A major re s e a rch university may encourage and rew a rd its faculty members' scholarship competence more than their teaching competence. Cert a i n l y, each faculty position re q u i res a specific set of academic preparation and c redentials. Mo re import a n t l y, faculty members should reflect on their educational readiness for and interest in meeting the faculty demands of the academic pro g r a m .
Faculty responsibilities will va ry among the thre e major faculty activities of teaching, re s e a rch, and serv i c e . Teaching includes all types of student instruction and advising activities, including student re s e a rch. Credit hours and contact hours each week in the classroom are two ways o n e's teaching load is measured. Re s e a rch, sometimes re f e r red to as scholarship, includes all activities generating n ew knowledge or cre a t i ve ways of thinking. This includes a wide array of activities, such as presentations, publications, and grants. Se rvice includes department, unive r s i t y, p rofessional, and community leadership, and committee w o rk or assistance. Because of the large variance in expectations for these activities across, and sometimes within, academic programs in occupational therapy, a person can find an academic setting that best meets his or her pre f e r re d academic activities.
Faculty expectations va ry according to the mission of the academic institution and the goals of the occupational therapy educational program. For instance, in technical-leve l education, frequently the primary responsibility is t e a c h i n g , w h e reas in a Re s e a rch I unive r s i t y, the emphasis is on highl e vel, funded re s e a rch. A teaching load might be 25 c o n t a c t hours per week at a community college and only 3 contact hours per week at a re s e a rch unive r s i t y. Many acade m i c e n v i ronments may expect a faculty member to perform a s e rvice activity yet not give much weight to this activity for retention and promotion. Likewise, administration or management or fieldwork coordinator activities may not be g i ven much weight during annual faculty perf o r m a n c e re v i ews at an institution. Knowing institutional expectations and values for faculty performance is essential for selecting an academic program that matches one's personal and professional objectives for becoming a faculty member.
The diversity in academic environments provides many o p p o rtunities for new faculty members to match their interests and professional goals as an educator with the academic i n s t i t u t i o n's expectations for their performance. In add it i o n , n ew faculty members must be aware of how their institution rew a rds faculty activities. Ty p i c a l l y, faculty perf o rmance is re v i ewed and rew a rded annually through the foll owing four activities: (a) annual salary increase, especially merit pay; (b) contract extension; (c) promotion in rank for attaining advanced competence in faculty activities (i.e., assistant to associate to full professor); and (d) awarding of t e n u re. Sabbatical leaves are granted eve ry 6 to 7 years to valued faculty members so that they can engage in intense scholarship or other faculty-re n ewal activities that result in enhanced academic perf o r m a n c e .
Unique Characteristics of the Academic Context

Annual Faculty Performance
Like clinicians, faculty members are expected to be selfm o t i vated, but external, periodic checks on faculty members are far less frequent. A faculty position offers a gre a t deal of autonomy and self-discipline to complete teaching, re s e a rch, and service activities. Most faculty members have an annual performance plan that is an agreement with their p rogram director re g a rding how their time will be allocated to faculty activities and what activities will be considere d n e c e s s a ry and valuable. The outcomes from faculty activities become the basis for annual performance re v i ew pro c e s s e s , retention decisions, and the next ye a r's objective s .
Faculty members are expected to be appropriately prep a red to assume responsibilities. This typically means pre paration at the doctoral or at least the master's level. After a faculty member accepts a position within the academy, it is i m p o rtant that a development plan be outlined and supp o rted so that faculty expectations can be met.
Tenure and Promotion
Faculty members may enter the academy in a tenure -t r a c k or a non-tenure-track position, which may be based on e m p l oyment negotiations that reflect tenure-track standard s for the institution. For instance, in some settings a person's academic degrees may determine eligibility tow a rd tenure , but in other settings, one's clinical expertise, prior teaching experience, and scholarship may be a determining factor. Te n u re is awarded to faculty members after re v i ew by the a c a d e m y's tenured professoriat, who uphold the institutional mission, faculty ideals, and academic standards. The prim a ry intent is to re c o g n i ze the faculty member as a va l u e d scholar with noted respect and accorded academic fre e d o m to pursue knowledge development. Un f o rt u n a t e l y, tenure has become a form of "permanent job security." C o n s eq u e n tl y, tenure, in general, is hotly debated, tightly contro l l e d , and is even being eliminated in some academic enviro nm e n t s .
The faculty member must pace his or her perf o r m a n c e t ow a rd this goal and ensure that sufficient, quality outcomes p rovide evidence re g a rding ability to be tenured or p romoted in rank. To re c e i ve tenure, a faculty member has essentially 6 years to accumulate outcomes that demonstrate c o mpetence in contributing to the academic institution's mission and meeting departmental expectations. Nu m b e r and type of publications presentations, scholarship, and teaching are all activities considered during the tenure re v i ew. Promotion eligibility may have a "time in rank" req u i rement and specified performance re q u i rements. As a result, annual performance may have a more far-re a c h i n g schedule than just 12 calendar months. Annual re v i ews of goals and p e rformance provide novice faculty members with an initial guide to achieving tenure and promotion, but "building one's case for tenure" remains the sole re s p o nsibility of the faculty member. This re q u i res considerable s e l f -d i rection to stay on track, and mentor re l at i o nships are highly encouraged.
Value Regarding Clinical Practice Involvement
A unique characteristic of the academic environment is that the faculty member must not only address faculty ro l e responsibilities, but also maintain clinical competence in a specific instructional area to provide contemporary teaching content. Thus, the new faculty member needs a plan to retain clinical competence. For some, retaining clinical competence may include (a) attending clinical seminars or conf e rences, (b) doing collaborative clinical-based re s e a rc h (outcome studies), (c) reading related literature, (d) netw o rking with practitioners, and (e) possibly practicing on a p a rt -time basis either as part of a faculty part-time practice plan or as a fieldwork site superv i s o r. The faculty member must be cognizant of the re l a t i ve value placed on maintaining clinical competence in his or her specific academic e n v i ronment and on performing typical faculty duties.
Maintaining dual credentials, clinical and academic, is a continual challenge for occupational therapy educators. Not all educators on a campus have similar re q u i re m e n t s , meaning that maintaining clinical competence in occupational therapy may not be rew a rded or re c o g n i zed by the a c a d e m y.
Performance Recognition
Another difference between the academic and clinical environments is less frequent praise and gratitude for hard work , which new faculty members often miss. Students, as consumers, pay for their education and believe that they are t h e re f o re entitled to it. New faculty members often miss the regular thanks and praise they re c e i ved from clients and their families. For a faculty member, gratification may be d e l a yed. In fact, it may be years before students re p o rt how learning or advising experiences with faculty members made a difference in their professional lives. The greatest pleasure is seeing a student succeed professionally and knowing the p a rt one played in that process. Experienced educators remember the hours spent toiling over lecture and lab p reparations and the feeling of those cathartic moments when learning was maximized. Howe ve r, students most often cite a special, unplanned moment with a faculty member who focused on the student's specific needs, such as re p o rted here :
I remember walking through AOTA [American Occupational Therapy Association] conference exhibits one year and unexpectedly seeing one of my first students as an exhibitor. She openly acknowledged what a significant part I played in her success and happiness. Of course, with these opening comments, I tried to reflect backwards to remember a specific "teachable moment" we might have experienced together. Finally, I asked the student what had happened earlier between us, and as usual, it wasn't my creative teaching methods or academic brilliance, but rather caring about the student as an individual. She said my expression of confidence in her coping successfully with her divorce gave her hope and self-esteem.
T h e a rt of teaching is carried out in "teachable moments," those times a student is fully ready for and wholly re c e p t i ve to learning based on their individual needs. These moments result in the performance recognition valued by faculty m e m b e r s .
From Application to Faculty Appointment
Applying for a faculty position is a protracted process that may take several months to complete. Be f o re submitting materials, applicants should ascertain that the educational philosophy and performance re q u i rements of the institution match their own interests and current abilities. Ap p l icants might browse catalogs or Web pages or talk with the chairperson of the faculty search committee. The pro c e s s begins by submitting a letter of interest along with t h e accompanying materials requested in the position announcement. The requested items will include a curriculum vitae and possibly other items, such as a statement of teaching philosophy and re f e rences or re f e rence letters.
A curriculum vitae is important for negotiating a position with administration. Di f f e rent than clinical practice resumes, which focus on acquired continuing education, a faculty vita should focus on the faculty member's demonstrated knowledge and abilities for teaching and scholarly activities at a level valued within the academic institution.
A philosophy statement usually focuses on how the applicant views the art and science of teaching and promotes student learning. Congruence with the school's and d e p a rt m e n t's mission and educational philosophy is noted by search committees. For occupational therapy faculty applicants, one's view on the profession and how this view will influence one's educational approach is import a n t .
Faculty interv i ews typically are 1 to 3 days in length and include meeting with a variety of administrators, faculty members, and students. A formal presentation may be requested to demonstrate teaching style or scholarship. Learning the purpose of this presentation and the potential audience before the interv i ew is advised.
Learning about the faculty role and the academic context is nearly as intensive during the interv i ew as is learning about occupational therapy practitioner role expectations during an employment interv i ew. Being an educator re q u i re s engagement in faculty professional development activities valued by the specific academic institution, activities that go b e yond clinical expertise.
Faculty Development Resources
Like clinical activities, the faculty role has important "a rt and science" components and re q u i res a journey of continuous learning. The American Occupational Therapy Fo u ndation sponsors a workshop at AOTA's Annual Confere n c e called the "Academic Juggling Act," which is a re s o u rce for faculty role development. Brayley (1996) outlined occupational therapy faculty role responsibilities in her book, From Clinician to Ac a d e m i c i a n. A seve n -p a rt series of art icles published in OT Ad vance discusses the fundamentals of the academic role to encourage consideration by practitioners (Crist, 1993a . The faculty role has been described in the AOTA's (1993) roles document and its companion guide (AOTA, 1994a) (see Appendix B). In addition, numerous publications on faculty role re s p o n s ibilities are available, such as from Jo s s e y -Bass, one of the largest publishers of books about academia. Educators must also read publications specific to higher education. Me mbership in associations such as the American Ed u c a t i o n a l Re s e a rch Association, the American Association of Hi g h e r Education, and the Professional and Organizational Ne tw o rk in Higher Education is strongly s u g g e s t e d .
Summary
The foundation for competence as a faculty member in occupational therapy education programs is acquired thro u g h experience as an occupational therapy service prov i d e r. T h e decision to move into the academic environment is multifaceted and depends on career goals. The transition fro m practitioner to educator can be a challenging adve n t u re for persons who enjoy and value learning activities. The educator role, as described in this article, has specific competencies unique to the academic context.
Education provides an invigorating and challenging context for occupational therapists at various stages of their c a reers. As with any new role, the occupational therapy practitioner must be ready to engage in new pro f e s s i o n a l d e velopment activities and continuous learning related to quality teaching, scholarship, and service, in addition to establishing a specific clinical teaching expert i s e .
Becoming an occupational therapy educator is both an a rt and a science. The 1995-1998 AOTA Education Sp e c i a l In t e rest Section Standing Committee expressed the unique role of faculty members in our profession in their motto for e d u c a t o r s -" Our practice is education." v • De velops educational course objectives and sequences the content to promote optimal learning • Designs and stru c t u res effective educational experiences, including methods, media, content area, and types of student interactions • Facilitates students' learning through lectures, discussions, practical and laboratory exe rcises, and practice-related experiences.
• Evaluates and addresses student learning needs within their social and cultural environmental context • Re v i ews educational media and published re s o u rces and selects class readings or supplemental materials • Plans and pre p a res course materials to include course syllabi, lect u res, case studies, teaching and learning handouts, and questions for group discussion • Pre p a res evaluation materials and measures student attainment of s t ated course objective s • De velops and maintains proficiency in teaching areas through investigation, formal education, continuing education, and practice • Pa rticipates in curriculum deve l o p m e n t • Pa rticipates in teaching evaluation and uses outcome data to modify teaching • Advises students and student gro u p s • Se rves on department, school, college, or university committees • Assists with designated departmental administrative tasks, such as student admissions, re c ruitment, and course scheduling • Maintains students' re c o rds according to regulations and pro c ed u re s • Functions according to Occupational T h e ra py Code of Et h i c s ( AOTA, 1994b) and St a n d a rds of Practice for Occupational T h e ra py ( AOTA, 1998) 
